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Abstract
Purpose – Higher education is influenced, to an increasing extent, by changing student
demographics. This requires educators to design and deliver learning systems which will enhance
students’ learning experience with innovative, real world and engaging resources. The authors predict
that transformations in the learning systems will increase as higher learning institutions seek to
add educational value. The authors maintain that current pedagogies in cross-cultural education
are insufficiently adapted to student learning-style needs. This problem is particularly noticeable in
one cross-cultural setting. This study aims to explore games, as an alternate pedagogy, to enhance
learning systems.
Design/methodology/approach – Students’ feedback formed the primary qualitative data for this
study. The paper develops a conceptual model which provides an organised framework to manage
intercultural differences, using games. The Mapping, Bridging, Integrating (MBI) model creates an
opportunity for students to appreciate differences and understand the model’s implications for their
careers in international management.
Findings – Participants’ responses to the games were overwhelmingly positive. Participants’
responses indicated games as a preferred method for developing the intercultural competence, team
work, decision making and self awareness skills essential for business and entrepreneurship.
Practical implications – There is a growing need to consider and align the relationship between
education, the increasing cultural diversity in student populations, and the learning and teaching
styles of a changing student population in order to enhance the extent of expected knowledge transfer.
Originality/value – In this study, the authors adopted a qualitative approach to trialling the use of
games in a cross-cultural context with the view to reducing international cross-cultural barriers and
developing skills in intercultural competence, self awareness, collaborative working and decision
making. This study shows the need for alternative, more integrative models of education comprising
elements of complexity that fit with an increasingly complex world.
Keywords Games, Intercultural competence, International, Australia, Higher education, Learning
Paper type Research paper
Introduction
Intercultural competence is widely described as a key competence of the twenty-first
century. Possessing this attribute is critical to the success of today’s international
manager. Acquiring intercultural competence, that is the capacity to change one’s
knowledge, attitudes and behaviour to be open and flexible to other cultures, is critical
for individuals’ survival in our modern globalised society. Integral to the success
of organisations engaged globally is their employees’ ability to connect with others
across cultures, equipped with their “dynamic, ongoing, interactive and self-reflective”
competencies (Freeman, 1995). Two other competencies, alongside intercultural
competence, are consistently identified by business leaders as factors critical to success
in industry, namely, teamwork and problem solving (Goltz et al., 2008). Both of these
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competencies, one could reason, are inseparable from the aspect of intercultural
competence in the context of globally engaged organisations. Yet another felt need
within the area of entrepreneurial education which is currently lacking is the role that
emotions linked to failure play (Shepherd, 2004), given that most entrepreneurs
encounter failure before success. Linking these (four) facets, one may argue that a
highly effective means to learn or teach these competencies is through experiential
methods, that is “learning by doing”, and through the use of games (Lope and Baghero,
2010; Verzat et al., 2009). In this study, we adopted a qualitative approach to trialling
the use of games, as an alternate pedagogical method, in a cross-cultural context with
the view to reducing international cross-cultural barriers and developing competencies
in intercultural competence, self-awareness, collaborative working and decision
making. The trials took place within one postgraduate class of a large Australian
university. The classes comprised a heterogeneous mix of local and international
students. Our choice of research direction was influenced by the strong body of
literature supporting the use of games for developing the competencies discussed, and
on the extent of lack of intercultural integration between local and international
students within Australian universities (Leask, 2009). Throughout this paper, we detail
the findings on our use of two games, Pasta Game 1 and Pasta Game 2 (see Appendix).
Theoretical background
Globalisation has resulted in organisations’ growing demand for interculturally
sensitised employees with enhanced team working and problem-solving abilities
(Goltz et al., 2008). Some scholars suggest that the way to creating such employees is
through universities training them before they enter the workforce (Freeman, 1995).
The advantages of this approach are explained by Azriel et al. (2005) and Leask (2009)
who claim that greater demand for education has resulted in classrooms increasingly
comprising students from diverse ethnic, socio-economic and diverse age groups,
owing to larger numbers of mature age students being drawn to study consistent
with the current life-long learning trend. With technology and globalisation reducing
the size of the business environment and increasing the diversity amongst the
workforce, the need for business students to acquire intercultural skills has increased.
Yet another reason for universities to be ideal training grounds for imparting
intercultural competence and allied skills is campus diversity; a valuable resource for
developing teachers’ and students’ intercultural perspectives in a low-risk environment
(Leask, 2009).
Traditional pedagogies
While the foregoing suggests a clear case for an increased demand for the skills
discussed being met through higher educational institutions the reality is, however,
that universities and educational institutions are often failing to deliver such outcomes.
A key reason for this lack is in the less than effective “traditional only” pedagogical
styles used by educational institutions in teaching and learning sensitive aspects such
as intercultural competence and teamwork, and entrepreneurship-related competencies
such as the ability to cope with emotions arising out of failure (Shepherd, 2004). Some
scholars maintain (Corno and Snow, 1986; Sternberger, 1995; Becker and Watts, 1995)
that educators are being increasingly critical of the lack of relevance of traditional
pedagogical roles of “professor as lecturer and student as note taker”, which fail to
consider the individual differences and learning styles in diverse student populations.
According to Axley and McMahan (2006), “the traditional mechanistic approach to
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management and management education is limited”. They stress the need for
alternative, more integrative models of education, comprising elements of complexity
that have a fit with an increasingly complex world. Selvarajah (2006) discusses the
linkages between education systems and culture and states that students from varying
cultures respond to educational styles differently and that the traditional models do not
accommodate these aspects.
We maintain that the existing models of developing intercultural competence are
inadequate in Australian business higher education. Lope and Baghero (2010) describe
deficiencies in the pedagogical systems used across the world in entrepreneurship
education despite learning being considered central to the entrepreneurial development
process. Conspicuous in its absence, seems to be the established fact that “In education,
what is taught is inextricably linked to how it is taught” (Dewey, 1916). This view is
supported by Selvarajah’s (2006) research which explores the need to consider and
align the relationship between education, the increasing cultural diversity in student
populations, and the learning and teaching styles of a changing student population in
order to enhance the extent of knowledge transfer. He argues that postgraduate
students in management studies from different cultural backgrounds, ethnicities and
nationalities may respond to educational styles differently, and that forcing students
into traditional molds does not augur well in a globalising world. Hence, we maintain
that understanding the importance of diverse learning styles from an experiential
perspective is crucial as our general life experiences and societal demands influence
our ability to manage conflict between being concrete or abstract and between being
active or reflective (Kolb and Kolb, 2005; Ng et al., 2009). Such thinking is broadly
supported by Ruben (1999), Philpot and Peterson (1998) and Verzat et al. (2009), who
maintain that adoption of alternative pedagogies, to enhance teaching and learning
effectiveness to diverse student groups within business education, is the answer to
deficiencies in the traditional methods. Interestingly, while the availability of resources
was earlier considered a barrier to the inclusion of simulation and gaming for teaching
and learning in higher education, the same was displaced by another “more serious”
perceived barrier, namely, the suitability of, and risk attached to, learning methods
such as games (Lean et al., 2006). However, such fears seem to be unfounded and the
benefits exceed the costs involved in the case for the use of games as an alternative
experiential pedagogical device to traditional methods. For the purposes of our study,
we adopt the definition of “games” used by Verzat et al. (2009), that is, “an educational
device with discrete objectives [y] with respect to the participants’ learning, used in
the context of known boundaries”.
Intercultural competence through experiential learning. Experiential learning is
a process whereby concepts are “formed and modified by experience” (Kolb, 1984).
Institutions, over the years, have attempted to introduce experiential learning
methodologies to achieve learning objectives within their courses. Achieving such
learning objectives through experiential methodologies equip students with abilities,
knowledge and greater awareness of certain real-world phenomena (Kolb and Kolb,
2005; Kayes, 2002; Kolb, 1984; Yamazaki and Kayes, 2004). In this case, experiential
learning was a key to developing intercultural competence, such as greater awareness
of cross-cultural differences; understanding behaviour when working with people from
different cultures; and developing appropriate business knowledge. The growing
emphasis on experiential approaches may be attributed to the ever increasing mobility
of people across borders (Ng et al., 2009). Despite the important role that global
assignments play in international management, there appears to be a dearth of
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knowledge around the importance of experiential learning methodologies, such as
games used in pedagogies, to develop intercultural competence and the preparation
of future international managers.
The case for using games as a pedagogical device
Simulation-based learning, which encompasses games, is an established alternative
pedagogy to traditional teaching methods and includes three types of activity, first,
role plays; second, gaming; and third, computer simulations. The commonality
underscoring these three activities is their ability to allow students to have an
imaginary world within which to act out given situations (Moizer et al., 2009).
The importance and effectiveness of the use of games as a pedagogical technique in
professional education is well supported by the literature, as is the case for adapting
teaching methods to what is being taught (Verzat et al., 2009; Azriel et al., 2005). Cohen
and Rhenman (1961) trace the roots of management (business) games to military
organisations, which have been using these for centuries, and state that the American
Management Association first introduced games to the civilian world in 1956.
They describe two main reasons for using games in business teaching as playing
games being a lot of fun, involving a high degree of personal involvement, and with a
competitive spirit that is engendered, and important aspects of an education
programme are taught much more effectively through management games than in any
other way. Schreiber (1958), as early as in 1958, described the role and benefits of
games as attractive and being able to supplement traditional teaching techniques with
unorthodox means. More recently, Brozik and Zapalska (2000), who view gaming as
a valid educational experience, lend support to such thinking. Others maintain that
interactive teaching methods, including simulations and games, offset the limitations
of traditional methods, increase active learning, promote creativity and are of excellent
value in training for interpersonal skills (Pedersen and Hofstede, 1999; Philpot and
Peterson, 1998; Ruben, 1999).
Entrepreneurship-related studies have received a boost in the past decade, due to
organisations seeking to become more entrepreneurial, by promoting intrapreneurship
for example. Research into the pedagogical aspects relating to entrepreneurship
education reveals that entrepreneurship students who had been taught courses
through the “learning by doing” (simulation and gaming) pedagogy scored higher in
achievement behaviour, achievement and self-esteem cognition and innovation
cognition, compared to their counterparts (Lope and Baghero, 2010) who learnt
through traditional pedagogies. In addition, since games allow participants to
experience the emotions associated with failure (given that most entrepreneurs fail
before they succeed), well-planned games within classrooms serve as an ideal
learning ground for students to experience, and learn from, failure, in a relatively safe
environment (Shepherd, 2004). It is worth mentioning at this point that games, and
the advantages that accrue from their use, are highly analogous to action learning – yet
another alternate pedagogical method. Action learning is described by Raelin (2006) as
a technique that facilitates learners to engage together in real time work problems and
allows the knowledge gained in one context to be used in real life situations by
practitioners. The resulting positive benefits closely correspond with the benefits
derived from gaming in business education.
While the advantages of, and situations in which, simulations are a substitute for
traditional methods are manifold, their true value is still underestimated in the
education field (Zantow et al., 2005). Not least, while the time taken to complete games
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and to arrive at decisions vary vastly between games, the advantages in selecting
games that can be completed within a single class period include the flexibility of their
application, the diversity of ideas through a single game, and the potential of
combining real educational experience for students without being over complicated or
overpowering (Brozik and Zapalska, 2000). However, this presents many challenges in
a highly cross-cultural setting. Understanding the lenses through which people view
the world is anything but easy. This problem is exacerbated when students prepare
assessments in a cross-cultural team.
In this study, we investigate the use of games as alternate pedagogical devices to
improve intercultural competence. We develop the following research question:
RQ1. Are games an appropriate pedagogical device to meet the specific learning
needs of highly cross-cultural teams?
We develop a conceptual model which provides an organised framework to manage
intercultural differences using games. The mapping, bridging, integrating (MBI) model
(adapted from Lane et al., 2000) creates an opportunity for students to appreciate
differences and understand their implications for their careers in international
management.
Conceptual model for managing intercultural competence using games: an MBI
perspective
We maintain that there are three sets of skills integral to intercultural competence
which games, as a pedagogical device, may assist in achieving: mapping, bridging and
integrating as illustrated in Figure 1.
The MBI model, adapted from Lane et al., 2000, is based on three skills: mapping
which allows for the understanding of cultural differences amongst team members;
bridging which allows for effective cross-cultural communication amongst members;
and integrating which allows for different perspectives to be brought together and to
be built upon.
Mapping. Our intention was to use alternate pedagogies, such as games, to manage
intercultural competencies. Students were encouraged to develop a “cultural map”
based on their team members’ characteristics and their cultural background, in terms
of observable patterns. We argue that a good cultural map allows international
managers to obtain accurate information about cross-cultural management issues and
concerns (Lane et al., 2000). For the purposes of this paper, we describe a cultural map
Map
Understand the
differences
Explore and
manage cultural
orientation
Bridge
Communicate
across the
differences
Prepare
De-centre 
Re-centre
-
Integrate
Manage the
difference
Build
participation
Resolve conflict
Build on ideas
Managing
intercultural
competence
through games Figure 1.
The MBI model:
managing
intercultural
competence using games
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as facilitating one’s ability to describe oneself and others to allow predictions and
explanation of team-based behaviour with the intention of managing a high-performance
team. Students who become international managers without having experienced
cross-cultural challenges tend to develop their own cultural mapping unconsciously.
Having a formal framework on which to assess their observations helps to accelerate the
learning process.
Bridging. After students observe patterns in values and cultural orientations, they
attempt to understand these patterns from their own perspectives as well as the
perspectives of others. It is this level of mapping skill that students develop which
provides a platform or foundation for effective bridging.
Prepare: like the workforce, the more culturally diverse a classroom is, the more
challenging it becomes to manage intercultural competence. Two predictors are crucial
for “preparedness”: motivation and confidence. Students are motivated, through
interactive non-traditional methods, to communicate across a cultural boundary, to be
both understood and to understand their team members. Motivational theories come
into play as students are challenged to be the winning team. Students who are
normally confident may find that they are less confident in a cross-cultural setting.
Confidence is the belief that it is possible, through teamwork, to overcome any
communication or cultural barriers.
De-centre: de-centring is a process of moving away from your own position, or
centre, and moving into the mind of the other person. In this process messages are
sent in a way that will allow students to understand others and to allow others to
understand them. Lane et al. (2000) maintain that this requires an important skill,
empathy: feeling and understanding as the next person does. In international
management, many international assignments fail due to managers not possessing
cross-cultural competencies such as having the ability to empathise (Deresky
and Christopher, 2008; Phatak et al., 2005; Scullion and Linehan, 2005). Good
de-centring requires good mapping skills, in that the map warns you of surprises and
problems.
Re-centre: this stage requires students to establish a common reality and to agree on
forming mutually agreed upon rules. A cross-cultural team that struggles with this
requirement may find that some team members are frustrated at the outset due to
incompatibilities. Again skills in mapping will dictate how to find a common reality
and will give teams a point of leverage.
Integrating. Integration allows students to manage differences through effective
participation, conflict management and building on ideas. This process addresses
cultural challenges when working in a cross-cultural setting.
Participation: depending on the cultural background of students, they may or may
not choose to verbalise their opinions freely. For example, people who have lived in
a high powered and hierarchical society may feel less inclined to express their ideas to
a higher status person or to the group leader. In this stage team members actively
facilitate participation.
Conflict management: the more multicultural a team is the greater the likelihood of a
wide range of opinions, which may present cross-cultural challenges. Through effective
mapping and bridging, such conflict should, ideally, result in creativity of thoughts and
ideas.
Building on ideas: with a well-understood mapping framework, good
communication skills, active participation and good conflict management techniques
the team is able to progress and build on ideas.
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Research methodology
The research context
The pasta game was part of a teamwork programme in a master of commerce
programme at an Australian University. The students enroled in this unit come from
multicultural backgrounds, an aspect which has presented challenges with team-based
assessments in the past. One of the subject’s learning objectives is “to develop
cross-cultural competencies and a “global mindset” which will be demonstrated
through experiential learning”. This project was aimed at preparing future
international managers to foster teamwork skills and innovation capabilities in
order to succeed in the real world; addressing a recurring challenge that facilitators
faced with group dynamics in cross-cultural teams (e.g. social loafing, conflict
management, cultural incompetence and general communication); and as group-based
assessments often resulted in poor grades, the introduction of games was an initiative
to address these problems and to create interactive opportunities to make learning in a
cross-cultural setting effective.
The pasta game
Students were required to work in pre-assigned, cross-cultural teams in two games
using pasta in which they were required to construct an arched bridge and a tower
using pasta, amongst other materials. Our primary objective in using games was to
encourage students to participate in the learning process, encourage teamwork (Marks
et al., 2001) in a highly cross-cultural setting, and, by doing so, allow students to
prepare for the real world. We also sought to further the understanding of the role that
games play in the educational process. For the purposes of this research, minor
adaptations were made to Kofoed and Rosenorm’s (2003) spaghetti game. Students
were allowed a 15-minute debriefing session which assisted in the mapping process.
After completion of the first game, students were allowed 20 minutes to debrief on their
teams experiences. Several open-ended questions were asked to guide the debriefing
session. At the end of the game, students had the opportunity to reflect as a group
on their experiences. This information formed part of their responses and was used as
primary data for this project. According to Lyles et al. (1992), introducing a gap
between the games evokes a difference in attitudes and team abilities.
Participants
Participants were either full time or part time students enroled in a masters (commerce)
programme at an Australian university. The student demographics indicate a diverse
and highly multicultural cohort of students (see Table I). In total, 81 students
participated in the study. Students were pre-assigned to groups with no more than two
students from the same country in each group.
We analysed our findings using a qualitative approach coupled with the theory
from the more established fields of cross-cultural management and educational science.
Data collection and analysis
We collected data from 81 students enroled in a masters’ degree. The group debriefing
sessions formed part of the primary data collected by attending teaching staff.
Demographical information was collected through a structured questionnaire.
Students were asked open-ended questions about the group’s experiences. Student
reactions to the game experience were categorised and themed under “mapping”,
“bridging” and “integrating” and were reviewed for recurrent or common themes.
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A common theme running through the interviews was the respondents’ references
to teamwork and the fun way to adopt cross-cultural skills for the “real world”. The
participants’ descriptions and interpretations of teamwork displayed many dimensions
and confirmed that they had definitely learned about alternate pedagogies such as
games in developing certain skills.
Results
In line with the mapping phase of Lane’s model (2000), we sought to examine students’
reactions to the pedagogical experience as a first step to querying its effectiveness as
a pedagogical device. Below, we present student perceptions of the pasta game. Results
indicate that students were extremely positive about their experiences.
Generally, students perceived the experience as a positive learning one:
The group members were very motivated. The ideas kept flowing throughout the tasks.
Even though we didn’t complete the first task, everyone was motivated enough to complete
the second one. “Arguments were ironed out through group discussions. I was pretty happy
with the way my group preformed.”
Working in cross-cultural and, at times, unfamiliar settings presented certain
challenges which were quickly resolved during the bridging stage:
My being part of this allowed me to identify readily with the storming phase of Tuckman’s
model where group members are seen to propel in different directions and away from each
other due to uncertainty.
Students commented on the pedagogical benefits of innovative methodologies such as
games as opposed to traditional highly theoretical styles:
Games like these are a good way to learn and instead of reading the theory, it teaches the
practical part, which in my view is very important. Everyone was motivated to the tasks and
came up with great ideas. Gaming method helped a lot more in learning and was more
creative than the normal method.
Participants often linked the learning experience to the learning objectives:
Games are an excellent way to inspire and motivate in a team environment, however, it does
truly need a good facilitator to run this type of learning methodology. My reason for this is
that not all personality types or learning types are open to this type of learning. Therefore it is
up to a good facilitator to adapt his or her learning activity to ensure the learner is feeling
(1) Work experience Yes 55 (68%) No 26 (32%)
(2) Age (categories) 20-29 58 (71.6%)
30-39 18 (22.2%)
40-49 2 (2.5%)
50-59 1 (1.2%)
60 or over 2 (2.5%)
(3) Country of birth Australia 18 (22.2%) China 12 (14.9%)
Vietnam 12 (14.9%) Thailand 9 (11.1%)
India 7 (8.6%) Pakistan 4 (4.9%)
Taiwan 3 (3.7%) Malaysia 2 (2.5%)
Indonesia 2 (2.5%) Turkey 2 (2.5%)
Colombia 2 (2.5%) Sir Lanka 1 (1.2%)
Iran 1 (1.2%) Poland 1 (1.2%)
Kenya 1 (1.2%) UAE 1 (1.2%)
Bangladesh 1 (1.2%) Unknown 2 (2.5%)
Table I.
Demographics of
participants
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included. Personally, I was able to observe my own behaviour in a different light and feel
I want to work on this some more.
In that light, I am confident this type of learning would also highlight negative team reactions
and again, having a good facilitator would see that this type of interaction would be
monitored and managed well so optimum learning was achieved.
Participants became deeply engaged in the experience and began to think critically
about their experiences. Such experiential learning (reflective observation, debriefing)
are crucial to the process of transferring knowledge gained from experiential learning
activities back to the workplace (Meyer, 2003). Although all experiential learning offers
the opportunity for learning through active discovery rather than passive learning,
games, as a form of experiential learning, have certain advantages that further
accentuates the benefits of “learning by doing”, such as developing cultural awareness.
Participants’ responses highlighted that games exposed them to phenomena which in
turned allowed them to understand and appreciate underlying cross-cultural theories.
Various discoveries were made through the mapping stage:
The creativity that was needed for this task, allowed me to see team members in a different light
which I felt sped up the “getting to know you” process. Another interesting aspect of the
experience is that I have learnt that breaking up people who congregate in peer groups and natural
group formations (due to similar background, nationality or age etc.) can really help larger groups
understand people quickly and also provides the opportunity for some “takeaway” learning.
It really does assist in smashing (or eliminating) the ideal where some people believe they cannot
learn from others who are not similar to them. It is so important to break through these barriers.
Students made positive remarks when asked to reflect on the strengths of the exercise:
I certainly feel more comfortable with my group team members now and this would help with
our future interactions.
I think games are always fun, and they generally bring out the different personalities of the
individuals provided that they are also actively participating. For example, one of the
members of the group was very determined. I knew he would be a dedicated student but
I probably wouldn’t have seen this side of him until we played the games today.
Participants commented on the gender aspect of teamwork which encompassed part of
the mapping and bridging phase of our conceptual model:
I personally discovered through this exercise, that males in comparison to females work in a
different way. The females in the group laughed and joked and the male was very serious and
persistent – perhaps also due to cultural differences.
In the early stages of the group formation there was some discussion around identifying each
team members strengths i.e. creativity, thinking outside the box, but the group consensus
was to work cooperatively and to draw on each person’s ability as the activity progressed.
The group did not allocate tasks around specific areas, but rather chose to build on each
person’s thinking.
As this unit had a strong theoretical component to it, students were able to link theories
on group formation to their learning experience:
Diversity, in terms of culture and different ways of approaching the activities presented in the
form of the thinking process to achieve the goal. That is, one member of the group focused on
giving consideration to “how” the task would meet the end goal while another focused more
on “doing” the task without fully explaining an end vision. These characteristics linked directly
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to cultural backgrounds and added interesting group dynamics. The team worked quickly
through the forming, storming and norming stage but never really achieved a performing stage.
There was respect within the group and consideration for each person’s point of view.
This exercise encouraged reflective thinking which assisted participants to work
through the experience:
The key learning point for the future is developing a greater understanding of cultural
differences in terms of thinking and approaches to problems. Some people want to act whilst
others are thinkers.
Diversity’ (2 male, 1 female / 2 Australians 1 Pakistani) was considered implicitly. The focus
on being egalitarian and inclusive was noticed and the absence of clearly defined roles
frustrated and restricted progress. “I believe that the use of games methodology is powerful in
encouraging self reflection. There is no doubt that the pre-priming of content (studying group
dynamics the week before, reading Belbins Team Roles prior) would enhance the application of
theoretical integration to the experience. The game, no matter how trivial, is a way of focusing
the students to task. Task focus allows the behaviours to be real and not contrived, which gives
students an excellent insight into themselves and the behaviours of others.
Responses above indicate that teamwork is significant in international management as
much of the work in international assignments is dependent upon effective teamwork.
Participants also emphasised the interpersonal processes at play within their diverse
teams. These included awareness with respect to conflict management, team
motivation, confidence building and communication across cultures. Participants
indicated that in a cross-cultural context, intercultural competence is achieved
cooperatively rather than individually and that teamwork skills often supersede
technical skills. However, in the context of intercultural competence and international
management education, participants believed that effective teamwork skills are
developed through experiential learning opportunities.
Discussion
In this study we adopted a qualitative approach to trialling the use of games in a cross-
cultural context, as an alternate pedagogical method, with the view to reducing
international cross-cultural barriers and developing competencies in intercultural
competence, self-awareness, collaborative working and decision making. The results
generally indicate that students felt positive about using games and interactive
simulations as learning devices.
From the data, we highlighted selected quotes which contributed to form our
conceptual model (Table II).
Several scholars (e.g. Azriel et al., 2005; Leask, 2009) claim that the competencies
discussed are best taught and learned at universities and educational institutions,
given the growing diversity existing within these. The potential advantage this
approach holds is educating employees in the competencies discussed before they enter
the workforce. However, a major impediment to this approach is the use of traditional,
rather than innovative, pedagogical methods to teach these competencies at
universities, regardless of students’ cultures or learning styles (Selvarajah, 2006).
This is supported by one participant’s response:
This andragogy style of learning was most appropriate for students studying this unit.
It provided a practical environment in which to utilise skills in dealing with cultural
differences and to highlight areas for future development. The action learning/experiential
approach enabled each team member to identify their strengths and reflect.
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There are significant advantages, as reflected in participants’ responses, in adopting an
experiential learning approach, in this case, through the use of games. Participants
enjoyed the experience of learning through games; however, a particular strength of
the use of games, according to participants, is that games encourage receptivity to
knowledge transfer because they engage multiple learning dimensions in a cross-
cultural setting. The debriefing session was crucial in that participants reflected on the
cognitive, emotional and behavioural elements consistent with experiential learning.
Kolb’s model of experiential learning highlights that concrete experiences can
stimulate learners to reflect on their experiences. In this study, participants were given
the opportunity to debrief and their reflection led to refining, and the formation of new,
course concepts. Participants tried out new concepts by actively experimenting with
them, for example, effective communication skills and effective leadership skills in a
cross-cultural setting. Therefore, experiential learning in a cross-cultural setting is
crucial to the process of transferring knowledge gained from such experiential
activities back to the workplace (Hoover et al., 2010).
Mapping Bridging Integrating
My being part of this allowed
me to identify readily with the
storming phase of Tuckman’s
model where group members
are seen to propel in different
directions and away from each
other due to uncertainty
The group did not allocate
tasks around specific areas, but
rather chose to build on each
person’s thinking
The game, no matter how
trivial, is a way of focusing the
students to task. Task focus
allows the behaviours to be real
and not contrived, which gives
students an excellent insight
into themselves and the
behaviours of others
One member of the group
focused on giving
consideration to “how” the task
would meet the end goal, whilst
another focused more on
“doing” the task without fully
explaining an end vision. These
characteristics linked directly
to cultural backgrounds and
added interesting group
dynamics. The team worked
quickly through the forming,
storming and norming stage
but never really achieved a
performing stage. There was
respect within the group and
consideration of each person’s
point of view
‘The creativity that was needed
for this task allowed me to see
team members in a different
light which I felt sped up the
“getting to know you” process’
‘Nervous, full of energy,
enthusiasm – task orientated
wanting to complete task
successfully. There was no
conflict, we had lots of
socialising and discussion and
everyone’s ideas were taken
onboard’
I personally discovered through
this exercise that males in
comparison to females work in
a different way. The females in
the group laughed and joked
and the male was very serious
and persistent – perhaps also
due to cultural differences’
I felt the group quickly set to
task and were motivated by
this in itself, which served for
typical group interaction to
flourish’
‘There was planning and
testing what we were doing and
altering our goals when things
did not work. No one was
blamed, it was done in a good
friendly manner’ Table II.
MBI Protocol and
emerging themes
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The literature listing the advantages of employing games (in lieu of, or to
supplement, traditional teaching methods) is rich and provides a range of
varied reasons for adopting them as a preferred method for teaching students
the intercultural, team working, decision making and self-awareness skills that
are essential for business and entrepreneurship. Azriel et al. (2005) used Maslow’s
hierarchy of needs to argue that games are a means of increasing motivation levels
of international and non-traditional students. This was reflected in one student’s
comments:
I believe this was a motivational way to learn. While the unit itself is focused on an
instructional style of learning, this methodology provided an opportunity for students to use
existing knowledge and skill and to build on that in a practical manner. It also enabled
students to learn in a more creative environment and, as such, address different learning
styles.
Game playing addresses students’ lower level (i.e. safety) needs and may lead to a
reduction in stress as they are not required to respond individually in a classroom
setting. Pedersen and Hofstede (1999) describe the capacity of games to impart lessons
in interpersonal effectiveness. Other scholars argue that games and non formal
curricula present rich opportunities for participants of different cultures to interact
closely with each other and to overcome misunderstandings arising out of cultural
differences between local and international students (Greenblat, 1989, cited in
Pedersen and Hofstede, 1999; Leask, 2009). This last aspect is especially significant to
universities in Australia and serves as an impetus for this study, that there has been a
significant increase in the overseas student population and there is an apparent lack of
engagement between the local and international student communities (Leask, 2009).
Warner (2005) describes games as being useful to help students connect theory to
real-world settings and cites the arguments of like-minded authors (Brozik and
Zapalska, 2000; Shaw and Fairhurst, 2008) who claim that, besides reinforcing
concepts covered in class, games provide the benefit of being a fun factor and assist in
breaking routine.
Limitations
While our findings highlight the opportunities that games present as a pedagogical
tool, our research is not without its shortcomings and limitations. Some
groups reported negative emotions while playing the game, yet other groups’
members noted their lack of understanding of the link between the learning
device and the subject matter. Such reactions were not dominant, however, and
failed to resurface in the responses of other participants. We chose, therefore, not
to explore further this negative perception of games. During the interviews, we
collected rich qualitative data that illustrate students’ awareness of team
processes, however, the information collected does have its limits. Whether
student learning translated into improvements in the real world is an important
consideration. As teamwork within cross-cultural settings is a complex area of
study, we suggest that additional qualitative work, that is observing teamwork
in action before and after such interventions, could provide enriched insight (Verzat
et al., 2009). Adding a quantitative dimension to a subsequent study could more
precisely probe causal relations between students’ learning and their experience of
the game. Therefore, a longitudinal dimension to such a study which adds to its
validity is suggested.
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Conclusion
Having addressed the main research question, our findings indicate that using games
is effective in enhancing learning in a highly cross-cultural setting. The use of
games, through mapping, bridging and integrating, enables collaboration and peer
learning (Lane et al., 2000; Verzat et al., 2009; Hindle 2002; Loyd et al., 2005; Squire
and Jenkins, 2003; Shaw et al., 1999; Schreiber, 1958) and challenges students’ skills and
beliefs (Zantow et al., 2005). We maintain that games are an innovative pedagogical
device for today’s generation, given the multicultural and diverse landscape of
educational institutions and, more particularly, to management students who respond
poorly to passive pedagogies (Felder and Silverman, 1988). In this instance, we used
the pasta game to enhance students’ teamwork experience. We found student reactions
overwhelmingly positive and attribute this to the game’s active and novel nature.
We maintain that games entice students into a period of reflective “play”. While Dewey
(1916) believed in the often “accidental” output of educational growth through play,
we developed a conceptual framework which guided the thought processes of students
to manage themselves in a cross-cultural setting.
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Appendix. The pasta game description
Round 1: arched bridge building
Objective: to build an arched bridge from one table to another. The arched bridge must
be capable of bearing weight. The team with the strongest arched bridge wins.
Logistics: students are assigned to pre-assigned groups. Each group has to build an
arched bridge using the materials provided. The game is arranged as a competition
between the groups. Groups have 30 minutes in which to build their “arched bridges”,
which are tested to see what weight they can hold.
Material: (per group) penne pasta, sewing thread, weights, a weight holder (plastic
bag which can be placed under the arched bridge and connected to the highest point of
the bridge), straws and sticky tape.
Directions: build an arched bridge from one table to another. The arched bridge
must rest on each table top. Students are permitted to place a hand on each end of
the arched bridge where it touches the table. Each group needs to consider carefully
how to support the top of their arched bridge to enable weight testing to occur
successfully, otherwise their arched bridge will collapse as soon as the weights are
attached.
Measures: the strongest arched bridge is defined by its capability to carry the
maximum load. The weight that each team’s arched bridge can support is recorded on
the whiteboard.
You will dismantle your construction upon completion of the exercise. This exercise
will be timed to stop (complete or incomplete at the end of allocated time of 30 minutes).
End of Round 1.
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Round 2: tower thrills
Objective: to build a tower made of pasta that is at least 120 cm in height and which is
capable of bearing marble weights at the top of the tower. The team with the strongest
tower wins.
Logistics: students continue working in their pre-assigned groups. Each group has
to build a tower using the materials provided. Similarly, at the end of the allotted time
(30 minutes), the towers are tested to see what weight they can hold.
Material: (per group) pasta, sewing threads, weights, basket for the weights which
can be placed on top of the tower, two cups, straws and sticky tape.
Directions: build a free-standing tower which is 120 cm in height. The tower is to be
built on the table top.
Measures: the strength of the tower is measured by placing weights in the cup/
basket holder at the top of the tower. Each tower’s carrying capacity is recorded on the
classroom whiteboard. The strongest tower is the tower which can carry the heaviest
load.
End of Round 2.
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